This study explores the effectiveness of communication strategies (CSs) through pro-active listening (PAL) comprehension activities for students to actively negotiate and co-construct meaning in an English as a lingua franca (ELF)-informed pedagogy. Data was collected from fifty-three Japanese students in classes at the Center for English as a Lingua Franca (CELF) at Tamagawa University. Quantitative and qualitative methods were employed. Responses to a pre-and post-questionnaire on the perceived effectiveness of CS use, transcribed speech collected during PAL comprehension activities, and written reflections by students were analyzed. The findings suggest that an ELFinformed pedagogy of explicit teaching of CSs increases students' perceived ability to use CSs effectively in PAL activities. ELF pedagogy should incorporate opportunities for students to explicitly learn and use CSs independently to become competent international communicators among other ELF speakers.
three levels. Language is viewed in terms of its (a) linguistic, (b) cultural, and (c) pragmatic functions, which correspond to the pedagogical goals of (a) effective communication skills, (b) intercultural competence, and (c) abilities to generate appropriate communicative rules and strategies.
Although a thorough implementation of Wen's (2012) shift in pedagogic orientation was beyond the scope of this study, aspects of the framework were realized to some degree. Following Wen's recommendations regarding the linguistic component of the framework, warm-up lesson material was developed with the aim of (a) exposing students to language and subject matter which is relevant to their own life experiences from a cultural perspective and (b) prioritizing effective communication skills over native-like performance. Wen also stated that, phonologically, students should be "able to produce comprehensible English and understand English with non-native accents" (p. 374). Concerning cultural objectives, the warm-up questions, the main lesson content, and the follow-up discussion questions provided opportunities for students to reflect on three types of cultures: "target language cultures, the cultures of other non-native speakers, and the learner's own culture" (p. 374). Regarding pragmatics, students were explicitly taught CSs to develop strategic competence.
PAL comprehension. PAL comprehension is an approach that transforms traditional forms of listening comprehension (LC) activities, in which students are passive receptors of auditory input, into dialogic events more reflective of real-world processes. PAL does this by adding another layer to standard LC activities to make the source of auditory input accessible to students (see Dimoski, 2016) . This is achieved by providing students with transcripts of listening texts and allowing them to read the texts aloud to each other in pairs. Rather than receiving the listening text via technology (e.g., a CD player), which students have no control over, the auditory input comes from a fellow human being (i.e., a classmate).
According to Björkman (2010) , "monologic events, where the listener has few opportunities, if any, to check his / her own understanding, are where misunderstandings and general comprehension problems are most likely to occur" (p. 85). Thus, PAL allows the listener to interact with the listening source when non-understanding occurs through the application of CSs to negotiate meaning with the speaker (i.e., their partner). PAL also enables the speaker, while playing the role of the person whose transcript is being read aloud (and displaying a picture of the person to create a sense of realism), to repeat or reformulate information to accommodate the listener. Hence, unlike traditional models based on monologic speech, which require students to listen passively for extended lengths of time (Björkman, 2010) , PAL creates opportunities for students to work collaboratively to negotiate and co-construct meaning.
In ELF-aware pedagogy, including in this study in which all the subjects were Japanese, the features of PAL are significant. According to Kaur (2014) , collaborative class work such as role plays that mimic ELF-type scenarios, particularly if realistic, can generate valuable opportunities for learners to practice a variety of CSs. Björkman (2010) acknowledged that interactive speech events incorporating CSs and "proactive work that enhances understanding and prevents misunderstanding . . . [are] very useful communicative behavior" (p. 86). Clearly then, in ELForiented pedagogy, LC that is pro-active is a step in the right direction, and even more so when the content that students are negotiating comes from non-native English speakers from a different culture.
Importantly, the PAL approach is not a replacement of traditional LC, but an alternative. Educators, based on their learners' needs, can judge whether to employ traditional LC, PAL, or both (Dimoski, 2016) . In this study, traditional-type LC was used in a pre-PAL activity to expose students to non-native accents and varieties of English since, in terms of Wen's (2012) linguistic objectives, "students are expected to understand what non-native speakers say in English" (p. 374).
To the authors' knowledge, no other research has attempted to combine these two approaches, thus making this the first empirical study to incorporate the PAL approach proposed by Dimoski (2016) .
Research Aims
This study aims to explore students' ability to communicate effectively during PAL comprehension activities in an intercultural context, both prior to and upon completion of explicit CS training. To investigate this, the study seeks to answer the following research questions: Because this study incorporated potentially challenging authentic listening texts, the authors selected their highest-level classes for the study. These classes were also conducted during the same period, thus allowing the authors to combine all three classes on three occasions.
Importantly, all 53 students were willing participants in the study and provided their written consent prior to the commencement of the project.
Data Collection
The data was triangulated to help to deepen understanding, minimize potential bias, and increase validity of the data (Olsen, 2004) . Data collection in this study included (a) the administering of a pre-and post-practice Likert-type scale questionnaire to all participants and analysis of the responses; (b) the recording, transcription, and analysis of 12 randomly selected participants' dialogical speech; and (c) the analysis of all participants' post-project reflections written in English or in Japanese.
Pre-and post-practice questionnaire. The authors developed a pre-and post-practice questionnaire featuring a five-point Likert-type scale (see Appendix A), ensuring all of the participants were asked "precisely the same questions in an identical format and responses. . .
[were] recorded in a uniform manner" (Boynton & Greenhalgh, 2004 , p. 1313 to increase its reliability. The questionnaire was administered to elicit responses from students regarding their perceived ability to use six CSs effectively and their overall ability to use CSs. For each of the seven items, five responses were provided: Strongly disagree, Disagree, Neutral, Agree, and Strongly agree. All Japanese translations in the questionnaire were written by one of the authors, a native Japanese speaker, and then checked by another native Japanese speaker. Before commencing the CS training sessions, the students responded to all seven items to establish their perceived pre-practice ability to use the CSs effectively. Upon completion of each of the training sessions, students responded to the respective item in the post-practice section. Data and statistics derived from the questionnaire results are descriptive and were used to observe general outcomes.
CS training sessions. CS training consisted of six sessions, each lasting approximately 30 to 45
minutes. The CSs included CS A, asking for confirmation; CS B, asking for repetition; CS C, asking for confirmation of word meaning; CS D, asking for clarification of sentence meaning; CS E, paraphrasing; CS F, using body language; and CS G, overall use of the strategies. These CSs are relevant to ELF contexts (for CSs A to E, see Björkman, 2014 ; for CS F, see Dimoski, 2016) .
Regarding materials used in all the activities during this project, efforts were made to maintain consistency. Original materials, developed specifically for the CS training sessions, consisted of information-gap-type activities designed for students to focus on one strategy per session. The worksheet for CS E incorporated elements reflective of PAL practice (see Appendix B).
Because research for this study was conducted during regular class periods with fixed schedules, opportunities for the authors to combine their classes were limited. It was possible to combine 100-minute classes on three occasions, however, which helped to minimize variability in the data collected. The training session for CS A was conducted in the first combined class on December 9, 2015, following collection of pre-CS training dialogic data during the first half of the lesson. Training for CS E was done in the second combined class on December 21. A final training session to review all of the strategies (CS G) was conducted during the third combined class on January 13, 2016, prior to collection of post-CS training dialogic data during the latter half of the lesson. CSs B, C, D, and F were taught by the authors in their individual classes, using the same lesson material to maximize consistency.
Recording and transcription of dialogic speech. The second phase of this project involved the audio and video recording of students' dialogic speech during combined classes on two occasions, once on December 9, 2015 prior to the explicit teaching of CSs, and once on January 13, 2016 after all of the CS training sessions had been completed. For data collection during PAL, six randomly selected student pairs (A1 / B1 to A6 / B6) were placed in a separate room at the same time, where their interactions were recorded for later analysis. Students were not informed that they would be asked to repeat the same process in January. In the January combined class, Student A1 was absent, thus only student pairs A2 / B2 to A6 / B6 were recorded. Subsequently, data collected from student pair A1 & B1 during the first combined class was excluded from this study.
To ensure consistency in the data, all students (including the six student pairs) were assigned the same partners in both the pre-and post-training combined classes. It may be worth noting that the two combined classes involving recorded interactions during PAL activities did not share the same theme, with the first being "discrimination" and the second "past and future dreams." The authors contend that the difference in themes had no significant bearing on their findings, since the focus of this study was not the frequency of non-understandings, but the responses by students to non-understandings. PAL comprehension activities. PAL comprehension activities were the source of dialogic speech for data collection in the study. This interactive component enabled the authors to transform LC into a more authentic dialogic speech event.
Videos containing monologic speech about discrimination and past and future dreams by ELF users from Ethiopia, Holland, and Venezuela and a native English user from South Africa were transcribed and used for the PAL component in the combined classes. The videos come from the website 7 billion Others (www.7billionothers.org).
Post-project written reflections. The third source of data was students' written reflections. A form containing several questions, which students could answer in English or Japanese, was handed out at the end of the final joint session. The questions asked students whether their communication skills had improved and in what ways. Students were also asked to write their overall reflections on the improvement of their own CSs.
Results and Findings Pre-and Post-Practice Student Questionnaire
From the averages of the pre-and post-practice questionnaire responses, there is an overall increase in students' perceived ability to use the CSs effectively after receiving CS instruction (see Table 1 ). Prior to the explicit teaching of the CSs, students identified CS A (asking for confirmation, 3.08), D (asking for clarification of meaning on a sentence-level, 3.04), E (paraphrasing, 2.44), and G (overall use of the strategies together, 2.54) as the items they are least effective in using. From the post-data, the greatest differences between pre-and postaverage percentages in students' perceived ability to use the CSs effectively occurred with CS D (asking for clarification of meaning on a sentence-level, 20%), E (paraphrasing, 20.6%), F (using body language, 19.4%), and G (overall use of the strategies together, 20%). An average response of 4.13 (out of 5) reveals that students perceived they can use CS F the most effectively.
Upon closer inspection, the data on students' belief that they can use all the strategies together reveals there was a relatively large number of students (23) who either strongly disagreed or disagreed they were effective in using CS G initially. There was also a similar number of students who gave a neutral response. In the post-practice results, the majority of students (24) agreed or strongly agreed with the same item. This shift suggests that most of the participants' confidence in using CSs increased. Note. SD = Strongly Disagree, D = Disagree, N = Neutral, A = Agree, SA = Strongly Agree. Only data from students who responded to the items in both the pre and post practice sections of the questionnaire appear in the results above.
Analysis of Recordings and Transcriptions of Dialogic Speech
The sets of transcriptions for two pair-groups are provided in Appendix C. The first transcriptions (1.1 and 2.1) were recorded prior to the teaching of CSs and the second transcriptions (1.2 and 2.2) were recorded after all of the CS training sessions were done. Transcription 1.1 shows a conversation between two ELF-202 students (A4 and B4) from different classes prior to the explicit teaching of CSs and PAL comprehension activity practice. It immediately represents how unsuccessful the communication was due a lack of competence in CS use by both the speaker and the listener. Student B4 used silence while smiling, a type of non-verbal communication, which is an acceptable response for expressing non-understanding in Japan but could be interpreted differently across cultures. Student A4 ended the communication by simply showing the answer on the paper.
The same pair of students met after completing all of the CS training sessions. In Transcription 1.2, there was notable improvement. For example, Student B4 immediately used a gesture to stop Student A4 in a timely manner and also used a clarification strategy by repeating a word Student B4 did not understand. Both students still need more practice to be able to ask for clarification in full questions such as "What does nightmare mean?" However, this data shows that Student B4 started using CS strategies early in the conversation rather than being silent and giving up on the activity.
The second set of transcriptions shows overall improvement in two ELF-202 students' use of strategies to continue their conversation. 
Student Reflections
In reference to the third research question, the majority of students' written reflections (see Appendix D) indicate this project had a positive influence on their communication skills. Some concerns, however, were also raised. Reflection 7 states that combining students of mixed levels from different departments was a demotivating factor due to a perceived lack of participation and ability of some non-Education Department students.
Two of the students' written reflections excerpted below (Reflections 1 and 2) were originally written in Japanese and translated into English by one of the authors, a native Japanese speaker, and then checked by another native Japanese speaker. The first comment shows a positive attitude to the CS training methodology.
Through the CS lessons, I could learn the phrases I can use in a daily conversation. I know these English expressions but I can't say them instantly, so this was a good opportunity. (Reflection 1)
The authors' interpretation is that before the project, this student felt more practice was needed to be able to use CSs effectively. However, through this project, the student learned how to use these expressions to continue the conversation.
Reflections 2 and 3 suggest the students recognize that instead of strict adherence to native English norms, intelligibility is of primary importance.
I am poor at conveying what I am thinking, but through these lessons, I learned that I should respond even if the response is not perfect rather than remain silent. (Reflection 2)
Yes, I think that my communication skills have improved. Because I couldn't explain well in English, but I was able to tell and to understand. I felt that to repeatedly listen is important. (Reflection 3)
The comments are reflective of ELF-informed thinking, and raising learner awareness of such concepts is one of the main aims of the CELF.
Reflection 4 relates to the intercultural component of the third research question by highlighting a difference (as viewed by the student) between Japanese and English-speaking culture.
It came to be conveyed that I expressed what I wanted to say using gesture . . . and I devised it so that a partner understood it. . . The Japanese rarely gave a gesture to a conversation. However, I learned when the gesture was very effective! (Reflection 4)
The student realized the importance of using gestures (CS F) when communicating in ELF settings and observed that, even though Japanese rarely use gestures, trying to explain with gestures enhanced communication skills. Hence, the ELF-informed intercultural framework used in this study had a positive influence on the student. Discussion This study investigated, from an ELF perspective, the importance of teaching CSs and creating opportunities for students to use them in ELF-like situations through PAL activities to develop their ability to negotiate meaning and overcome non-understanding when it occurs. From the student questionnaire, a significant outcome can be observed, with over half of the CSs (D, E, F, G) resulting in a 20 percent or more increase in students' perceived ability to use CSs effectively following the training sessions. Students became aware of the importance of using CSs, and they made efforts to use them appropriately during PAL activities.
The transcriptions and reflections demonstrate other ways in which students' communication skills improved. Students' realization that silence is an ineffective (pragmatic) strategy (Reflection 2), despite its general acceptance in Japan (Harumi, 1999) and that body language can enhance communication (Reflection 4), even though (according to the student) Japanese rarely use gestures, suggest a heightened student awareness of "general rules of communication that underlie particular realizations in different countries and cultures" (Wen, 2012, p. 375) .
There are some limitations in this research worth noting. First, the study was conducted over a relatively short period. Thus, longitudinal research together with more quantitative data to support the authors' claims should be presented. The Likert-type scale questionnaire is another potential limitation. Since students were asked to respond to an individual item at the end of each training session, the timing may have influenced their responses. A lack of familiarity during the initial sessions may have had an adverse effect students' confidence and limited their ability to use the CSs effectively. This may account for the lower post-treatment questionnaire responses observed for CSs A, B, and C. Similarly, unfamiliarity with the PAL activities in the first combined class may have reduced students' ability to use CSs effectively. Moreover, as previously noted, the combining of different class levels and departments may have had an adverse effect on some students' performance. Lastly, because the study was conducted in a structured classroom (i.e., non-authentic) environment, positive outcomes observed in this study may not necessarily translate to students' actual ability to use CSs effectively in real-world, ELF or otherwise, situations.
Interestingly, written reflections from students such as "I learn about pronunciation . . ." (Reflection 11), "I was able to be conscious of the pronunciation, too" (Reflection 12), and "I felt ashamed that I have bad pronunciation" (Reflection 3) show that even though pronunciation was not one of the objectives in this study, this linguistic element was naturally realized by some participants. Future research into the relationship between pronunciation and explicit CS training could be a worthwhile pursuit for ELF-informed pedagogy. Further research of integrating CSs in ELF-informed curricula to observe quantitative and longitudinal data should also be pursued.
Conclusion
In conclusion, the data show that explicit teaching of CSs and PAL in an ELF-informed curriculum can be beneficial for students. In students' reflections, they expressed a lack of confidence in communicating in English before the CS training sessions. However, during PAL activities, their confidence showed improvement at the end of the project. This gain is further evidenced by students' ability to overcome non-understanding in a timely manner during PAL activities following the CS training sessions. Finally, based on all the above, the authors posit that, through this project, students learned the effectiveness of using CSs.
As Smit (2010) stated, ELF is a "more immediate mode of exchange, with each participant relying directly and immediately on the other one's contribution" (p. 57), so it is crucial for ELF learners to focus on learning CSs to successfully partake in dialogue. This needs to be taught explicitly by teachers and practiced by students in class using PAL comprehension activities. In the absence of such practice, students may fail to recognize the importance of CSs and assume that, unless they adhere strictly to native English norms, they cannot become effective communicators in English. The authors contend it is up to individual programs to change students' perspectives on language learning for ELF competence. <A2> <READING> I fit perfectly the description of what they were looking for and when I went to turn in my application they told me they were not looking for a female</READING> </A2> <B2> <USING BODY LANGUAGE: LOOKING DOWN AT HIS/HER WORKSHEET> </B2> <A2> question<READING> what was my major in university?</READING> </A2> <B2> <P: 10> <FOREIGN> (wakannai) </FOREIGN> <USING BODY LANGUAGE: SMILING> </B2> <A2> <FOREIGN> (ah, jyaa) </FOREIGN> next<READING> in which country did I go to university?</READING> </A2> <B2> (vene), venezuela</B2> <A2> <A2> okay </A2> <READING> how well was I qualified for the jobs I (apleed), applied for?</READING> </A2> <B2> . I don't know <BODY LANGUAGE: SMILING> </B2> 
